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please	watch.	I	looked	around	the	room.	 Of	my	15	students,	the	majority	were	still	at	lunch.	Two	were	sitting	diagonally	from	me,	eating	food	and	chatting.	A	few	others	were	mingling	about	in	the	hall.	I	looked	back	at	the	link:	“if	you	have	a	few	minutes,	please	watch.”	 I	had	13	minutes	‘til	class	started.	Shrugging	my	shoulders,	I	put	on	a	pair	of	Apple	headsets	and	watched.	Here’s	a	play	by	play	what	I	saw:	i.	 Boy	sits	on	an	overpass,	counting	cars.	ii.	 Boy	decides	to	ride	home	through	suburban	Los	Angeles’s	tree-lined	streets.	iii.	 Cut	to	shot	of	Husband	at	gas	station.	 He	fills	up	and	buys	a	lottery	ticket.	
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2So	as	to	preserve	anonymity	through	this	dissertation,	all	participant	names	(with	the	exception	of	Bessel	Van	Der	Kolk’s)	have	been	disguised	using	pseudonyms.	
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with	traffic	the	commute	can	last	up	to	two	and	a	half	hours.	Devoted	to	learning,	she	commuted	to	and	from	class	every	day.	In	addition	to	her	SAT	perfection,	which	I	did	not	know	about	until	after	the	course	ended,	Alison	had	other	distinguishing	features.	For	one,	she	wore	her	hat	backwards.	That’s	what	I	remember,	but	Alison	remembers	it	differently:	 “I	don't	think	I	have	ever	worn	a	hat	backwards	in	my	life	haha.	 I	wear	it	for	the	sun	only	and	never	in	doors....	I	certainly	consider	myself	a	shy	person	...	an	extroverted	introvert	...	so	that	is	perhaps	what	you	were	trying	to	convey	there	...	memory	is	interesting	:)”	(Alison	Scott,	personal	communication,	October	21,	2016).	This	wasn’t	the	only	memory	that	we	recalled	differently—I	think	I	remember	that	Alison	consistently	wore	a	black,	non-descript	baseball	hat,	which	she	sometimes	turned	backwards;	and	I	remember	that	sometimes	she	wore	it	in	class—indoors!—at	least	at	the	start	of	class…..	maybe	she	took	it	off	once	the	class	started?	I	can’t	remember.	But	she	says	she	didn’t;	reiterated	it	in	a	follow-up	conversation	a	year	later:	“I	have	never	worn	a	hat	backward	in	my	whole	life”	(A.	Scott,	personal	communication,	June	19,	2017).	She’s	gotta	be	right.	I	mean,	she’s	Alison,	and	I’m	just	somebody	who	worked	with	her	for	a	week.	Who	knows	Alison	better:	me	or	her?	 And	if	my	memory	was	incorrect	about	this,	then	what	else	was	it	incorrect	about?	 Students	and	teachers	reside	in	the	same	room,	endure	the	same	lessons,	occupy	and	participate	in	the	same	learning	experiences….	But	what	we	see	and	what	we	remember….	There	were	other	things….	I	wouldn’t	characterize	my	teaching	style	as	lectury—I’m	sure	some	of	my	students	would	disagree—but	during	much	of	the	time	that	I	did	stand	in	front	of	that	class,	open	my	mouth,	and	engage	in	the	act	of	speaking,	I	noticed	that	Alison	was	on	her	computer—her	body	shifted	diagonally	away	from	me,	her	face	staring	at	her	screen,	and	her	hands	rapidly	typing.	“What	the	Hell	is	she	doing?”	I	sometimes	wondered	to	myself,	insecure	that,	since	I	was	a	relatively	young	instructor,	I	might	not	grab	her	attention	the	way	some	of	my	mentors	in	the	program	had.	 “Maybe	she’s	taking	notes,”	one	part	of	me	hoped.	 “Maybe	
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she’s	not	interested	in	what	I’m	doing	or	saying?”	 I	really	didn’t	know.	In	our	current	age	of	digitation	and	technological	advance,	many	of	our	students	have	computers,	and	since,	by	definition,	the	computer	screen	faces	them,	while	we	see	only	a	metallic	surface	and	the	back	of	an	illuminated	Apple,	it’s	usually	relatively	impossible	to	know	exactly	what	a	student	is	doing	when	her	face	is	glued	to	the	artificial	illumination	of	an	integrated	concoction	of	micro-pixels.	In	Alison’s	case,	I	hoped	for	the	best,	I	think—although	a	vulnerable	part	of	me	fidgeted	and	feared.	This	is	how	Alison	explains	it:	I	type	notes	and	make	assignments	during	class.	I	did	that	at	the	AP	institute	this	summer	too	and	the	teacher	thought	I	was	disengaged	until	I	sent	all	the	stuff	to	her	and	then	she	said	I	was	turning	her	lectures	into	pure	gold.	I	was	almost	never	disengaged	via	my	computer	in	class	:)	I	thought	I	sent	the	polaroids	and	interviews	PowerPoints	to	you	and	the	whole	class.	I	will	have	to	send	you	those	at	some	point	because	they	are	great	and	working	well	in	my	classes.	I	even	made	YouTube	video	explanations	of	them,	using	the	power	points.	(A.	Scott,	October	21,	2016)	I	believed	her.	So	I	was	wrong	again.	 My	perception	of	Alison’s	attention	to	her	computer	screen	was	off-base	from	her	actual	intention—a	misread.	I	found	this	out	15	months	later.	I’m	sure	there	were	several	times	during	the	week	of	July	21st	where	I	passionately	expostulated	into	the	thin	air	that	occupied	Denison	Hall	1023,	and	wondered	why	in	the	world	one	of	my	graduate	students	was	more	infatuated	with	her	MacBook	than	with	the	curly-haired,	wild-eyed,	exuberance	of	…	me.	But	I	didn’t	understand.	I	couldn’t	see	or	imagine	what	was	going	on	with	her.	There’s	one	other	important	thing	to	know	about	Alison—important	in	that	it’s	unusual.	English	teachers	are	predominantly	right	brain.	Right?	They	think	creative,	they	breathe	creative,	they	act	creative,	they	…	you	get	the	point.	When	you	ask	most	English	teachers	to	perform	quantitative	analysis—math	and	such—they	look	at	you	with	the	type	of	betrayal	and	repugnance	that	Luke	Skywalker	used	when	Darth	Vader	lifted	his	black-
                                                            
3	All	references	to	specific	classroom	names	are	pseudonyms.		I	have	deliberately	disguised	the	exact	location	where	these	events	take	place.		This	is	true	throughout	the	dissertation.	
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(A. Scott,	personal	communication,	October	21,	2016)	I	was	sitting	at	home	having	a	glass	of	wine	and	watching	Netflix.	Friday	night—	coming	down	off	of	a	35	hour,	one	week	intensive	Drama	course.	Alison’s	graduate	program	is	unique—did	I	mention	this?	 A	summer	intensive	masters	program,	it	caters	to	in-service	educators	who	are	looking	to	acquire	a	degree	in	English	education,	while	still	teaching	during	the	academic	year.	I	coordinated	and	taught	within	the	program	for	several	years	starting	in	2014.	 Because	our	student	body	is	both	national	and	international,	with	very	few	among	our	cohorts	residing	in	New	York,	the	heart	and	soul	of	our	work	together	takes	place	over	a	three-week	period	every	July,	during	which	we	hold	intensive,	one-week	courses	that	attempt	to	cover	a	semester’s	worth	of	content	in	five	days.	Typically,	professors	hold	class	sessions	between	9	A.M.	and	4	P.M.,	with	a	one-hour	break	for	lunch.	Needless	to	say,	it’s	exhausting.	So	it	was	Friday	night,	and	I’d	just	finished	working	with	the	group.	9	P.M.,	and	I	was	searching	for	whatever	television	series	would	provide	the	best,	superficial	comfort	to	my	dog-tired	soul.	Flipping	through	options	on	my	Apple	TV,	I	heard	a	ping	chime	and	then	reverberate	on	my	smart	phone.	You’ve	got	mail!	With	red	wine	securely	in	hand,	still	digesting	grilled	pork	chops	and	roasted	Brussels	sprouts,	I	thumbed	my	Gmail	account	to	see	who	had	written.	It	was	a	message	from	Alison:	Regarding	the	“It	Can	Wait,”	commercial,	I	just	wanted	to	explain	before	I	forgot	to	do	so	that	the	commercial	was	a	trigger	for	me	because	of	my	experiences	with	car	crashes.	My	father	was	in	a	terrible	car	crash	when	I	was	in	high	school….	That	person	hit	a	car	that	flipped	over	and	then	the	car	that	flipped	over	and	crushed	my	father's	car.	He	is	fine	now.	I	didn't	really	drive	until	I	was	22	because	I	had	so	many	fears	about	driving.	
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Then	I	had	a	bad	car	accident	in	October	because	I	fainted	while	I	was	driving….	I	blacked	out	as	I	was	steering	toward	the	telephone	pole	and	applying	the	breaks.	I	woke	up	on	impact	and	because	of	the	sound	of	the	crash….	The	commercial	just	brought	up	a	lot	of	the	fears	and	guilt	I	have	about	continuing	to	drive	knowing	that	I	have	now	fainted	while	driving….	If	I	ever	faint	again	while	driving	though	I	would	lose	my	license.	The	commercial	just	was	hard	to	process	at	this	point	in	time.	(A.	Scott,	personal	communication,	July	17,	2014)	So	there	it	was	…	an	explanation	providing	the	key	that	had	been	the	mystery	behind	Alison’s	sudden	departure	from	my	classroom.	It	also	justified	to	me	why	I	hadn’t	sought	her	out	and	asked	directly.	As	a	general	principle,	I	try	to	respect	my	students'	need	for	privacy—I	also	try	to	give	them	the	benefit	of	the	doubt.	If	a	student	repeatedly	leaves	the	classroom,	I’m	going	to	say	something.	But	if	the	behavior	is	atypical—and	Alison	at	no	other	time	had	inexplicably	departed—I	tend	to	chalk	it	up	to	an	anomaly	and	let	them	share,	if	they	so	choose.	With	this	email,	Alison	was	choosing	to	fill	me	in.	In	retrospect,	I	also	think	she	was	trying	to	protect	herself.	She	wanted	me	to	know,	but	didn’t	tell	me	until	the	course	was	over.	She	wanted	to	share,	but	over	email	rather	than	in	person.	And	I	understood	this.	What	was	there	to	understand?	 She	had	endured	a	trauma—two	traumas,	in	fact—both	the	trauma	of	learning	about	her	father’s	near	fatal	car	crash	and	the	trauma	that	had	impacted	her	directly,	when	she	had	fainted	at	the	wheel	and	crashed	into	a	telephone	pole.	Suddenly	the	missing	Alison	made	sense—how	could	she	have	sat	comfortably	in	a	classroom	and	watched	a	dramatic	car	crash	given	her	personal	history	with	the	material?	 Would	we	be	surprised	if	one	of	our	students	had	been	raped	and	needed	to	escape	the	classroom	during	the	reading	of	a	rape	scene	from	Beloved?	Witnessed	murder	and	not	been	able	to	read	Crime	and	Punishment?	 Experienced	incest	and	resisted	Oedipus	Rex?	 Depending	upon	an	individual’s	emotional	readiness	in	relation	to	a	traumatic	event,	he	or	she	may	not	be	psychologically	capable	of	reading,	viewing,	or	listening	to	artistic	content	that	hits	too	close	and	potentially	re-triggers	the	traumatic	memory	(much	more	on	this	later).	And	do	we	blame	our	students	for	this?	Would	you	
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blame	somebody	for	not	wanting	you	to	put	your	finger	into	an	open	wound	that	had	not	yet	healed?	 There	is	so	much	more,	it	seems,	that	educators	need	to	learn	about	trauma	and	how	it	impacts	students.	Before	jumping	to	profound	assumptions,	educators	may	want	to	take	the	time	to	consider	the	specific	circumstances	of	the	child.	For	what	it’s	worth,	our	assumptions	are	usually	wrong.	 As	Phillip	Roth	(2016)	says	in	American	






























































































































































































































































































Questions	1-5	intended	to:	a)	 elicit	a	background	on	each	teacher’s	experience	in	the	field	b)	 develop	an	understanding	of	each	teacher’s	pedagogical	approach	around	literature	c)	 establish	a	baseline	for	how	each	teacher	practices	literary	instruction	in	a	classroom	setting.	
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Examples	from	Questions	1-5	include:	1.	 How	long	have	you	been	teaching	and	in	what	contexts?	2.	 How	would	you	describe	your	methodology	for	teaching	literature?	3.	 Is	aesthetic	experience	important	to	your	teaching	of	literature	practices?	
Questions	6-15	home-in	more	deliberately	on	trigger	warnings.	These	questions	aimed	to	determine:	a)	 where	each	participant	stands	in	the	trigger	warning	debate	b)	 whether	and	how	they	use	them	in	the	classroom	setting	c)	 whether	there	is	bureaucratic	or	social	pressure	at	their	schools	to	implement	them.	
Questions	16-22	aim	to	establish	what,	if	anything,	participants	know	about	trauma:	a)	 how	trauma	affects	students	b)	 how	it	gets	activated	c)	 how	pervasive	it	is	d)	 what	happens	to	the	brains	of	traumatized	students	when	they	get	triggered	by	literature.1	In	my	imagination,	I	designed	the	conversation	so	that	it	would	begin	with	the	familiar	and	move	progressively	deeper	into	complexity,	ambiguity,	and	the	unknown—emotionally	surprising	content	that	might	shake	the	participants	out	of	their	comfort	zones	and	stimulate	unconscious.	In	general,	it	was	fascinating	to	experience	the	profound	shift	that	took	place	among	almost	every	participant,	as	he	or	she	moved	from	ease	of	expression	and	knowledge	(related	to	the	first	batch	of	questions)	into	progressively	more	confusion	and	ambivalence.	When	participants	answered	questions	related	to	their	foundations	as	English	teachers—pedagogical	intentions	for	teaching	literature,	for	instance—almost	every	





































Confusion	Abounding	'Tis	the	times'	plague,	when	madmen	lead	the	blind.	—	Shakespeare,	2002	The	confusion,	disfluencies,	pauses,	and	ambiguity	(Tracy,	2012)	that	I	witnessed	during	my	conversation	with	Kelvin	were	played	out,	to	a	greater	or	lesser	degree,	in	each	of	the	seven	conversations.	As	interviewer	and	therefore	master	of	the	discourse	(Kvale	&	Brinkmann,	2009),	I’d	be	lying	if	I	said	that	I	hadn’t	anticipated	some	of	this.	But	the	extent	to	which	it	occurred	greatly	exceeded	my	expectations.	Of	the	approximately	22	questions	I	asked	each	teacher,	4	questions,	in	particular,	‘triggered’	incomplete,	fragmented,	ambivalent,	or	disoriented	responses	among	almost	every	participant.	The	questions	were:	1)	 How	do	you	feel	about	trigger	warnings?	(question	number	6	in	the	conversation)	2)	 What	is	your	definition	of	trauma?	(question	17)	3)	 What	percentage,	approximately,	of	your	students	do	you	think	have	been	
traumatized?	(question	19)	4)	 Any	ideas	or	knowledge	about	what	happens	to	the	brain	of	people	who	have	
suffered	trauma?	(question	25)	Admittedly,	when	I	came	up	with	these	questions,	I	had	a	sense	that	they	might	stymie	some	of	my	participants.	They	are	jarring	questions,	and	I	actually	wondered	whether	they	
































































































































































































































































































• 15M US students have been sexually molested as a child 
• 18.75M students have been beaten by a parent to the point of leaving a mark. 
• 18.75M students have grown up with alcoholic relatives. 
• 9.38M students have witnessed their mother being beaten or hit. And	these	figures	only	account	for	certain	impact	traumas.	If	we	factor	in	relational	trauma	and	the	trauma	of	everyday	experience,	we	might	imagine	that	these	statistics	rise	significantly.	Three	million	adolescents	in	the	United	States	suffer	from	depression	(approximately	12%	of	the	adolescent	population);	a	similar	percentage	suffer	from	anxiety	disorders	(NIMH,	2017).	What	do	we	make	of	these	figures?	 What	do	we	make	of	the	prevalence	of	trauma?	Of	the	very	real	possibility	that	perhaps	a	significantly	higher	percentage	of	our	student	populations	than	teachers	might	originally	believe	have	suffered	or	are	suffering	from	palpable	traumatic	experiences	that	impact	their	lives	regularly?	 In	his	book	Trauma	and	
Human	Experience,	Robert	D.	Stolorow	(2007)—echoing	Britzman	and	Pitt	(2004),	Felman	(1982),	and	Epstein	(2014)—argues	that	trauma	is	intrinsically	embedded	into	the	teleological	and	existential	fabric	of	life—not	a	superfluous,	inconvenient	occurrence	of	life,	but	rather	an	essential,	inevitable	component	of	it—something	that	almost	all	human	beings	have	faced,	do	face,	or	will	face.	Such	a	reality	compels	NYU	psychiatrist	Mark	
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1Recall	that	Britzman	and	Pitt	(2004),	Felman	(1982),	and	Epstein	(2014)	make	the	same	argument.	
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Bessel	continued:	“I	mean,	life	is	filled	with	misery	and	hardship,	and,	you	know,	you	cannot	avoid	it	in	colleges	and	teaching	it.	The	question	is	how	you	can	teach	them.	Of	course,	when	you	teach	English,	you	ask	your	students—how	does	this	apply	to	you?”	(van	der	Kolk,	personal	communication,	August	11,	2017).	In	life,	many	of	us,	much	of	the	time,	do	our	best	to	protect	the	people	we	love.	But	there	is	an	inevitability	to	problems	that	is	woven	into	the	very	fabric	of	human	experience	(Stolorow,	2007).	Milk	will	get	spilled.	People	will	become	upset.	Life	is	tough,	and	learning	may	necessitate	painful	experiences	and	difficult	emotions.	During	a	recent	writing	workshop	I	ran	with	masters	students,	I	used	some	guided	meditation	to	help	students	get	into	the	zone.	My	approach	involved	asking	the	students	to	close	their	eyes,	begin	to	focus	on	their	breathing,	relax	their	muscles,	and	slowly	begin	to	become	aware	of	their	feelings	and	thoughts.	 I	then	suggested	that	they	journey	along	a	path.	I	asked	them	to	feel	the	ground	beneath	their	feet	as	they	walked,	to	notice	the	sun	and	sky	around	them,	to	feel	the	light	wisp	of	an	afternoon	wind.	 In	the	next	phase,	I	led	them	to	a	cave	(analogous	to	Plato’s	allegory).	I	asked	them	to	journey	into	the	cave,	move	deeper	into	the	dark	space,	and	begin	to	notice	as	things	got	colder	and	the	air	grew	still.	I	led	them	to	a	fire	that	was	burning	up	ahead,	and	I	had	them	approach	the	fire	from	a	safe	distance,	stare	at	it,	get	lost	in	its	flames.	 Finally,	I	had	them	notice	that	the	fire	was	actually	casting	shadows	of	objects,	shapes,	and	perhaps	people	on	the	far	wall	of	the	cave	opposite	the	flames.	I	instructed	them	to	stare	at	the	shadows	and	to	choose	one,	in	particular,	that	they	found	interesting	and	rich.	Leading	them	out	of	the	meditation,	I	then	asked	them	to	focus	in	on	the	shadow	they	had	chosen	on	the	far	end	of	the	cave	wall	and	to	write	a	letter	from	the	shadow	to	themselves.	I	gave	them	7	minutes	to	do	this.	 I	then	flipped	the	paradigm	and	asked	them	to	write	back	to	the	shadow,	giving	them	7	minutes	for	this	as	well.	In	all,	the	workshop	lasted	about	an	hour.	 It	was,	admittedly,	avant-garde.	 I	have	conducted	it	with	five	or	six	groups	at	both	the	adult	and	adolescent	level,	and	it	often	leads	
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1I	mentioned	Yana	briefly	in	Chapter	IX	when	I	was	discussing	van	der	Kolk’s	work	on	trauma.	
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a	group	of	twenty	students	to	whom	I	taught	Hamlet	in	the	Fall	semester	of	2012.	At	Bay	Ridge	Preparatory,	where	I	have	taught	for	almost	20	years,	I	have	gained	implicit	trust	from	my	principal	and	have	tremendous	freedom	with	my	teaching	choices	and	practices.	After	beginning	the	year	with	a	unit	on	the	sonnets,	I	spend	ten	to	twelve	weeks	on	Hamlet.	We	get	into	every	line.	I	have	the	students	act	out	the	text.	 We	memorize	and	perform	soliloquies.	 We	watch	film	versions,	interpret,	analyze.	 I	can	be	fairly	dramatic	and	intense.	 I	don’t	hold	back.	During	that	particular	year,	we	finished	Hamlet	shortly	after	Thanksgiving.	 Right	before	Christmas	break,	Yana	approached	me	and	asked	whether	I	would	be	willing	to	read	her	college	essay.	I	replied	that	‘of	course	I	[would].’	 She	handed	it	over,	and	asked	that	I	keep	its	contents	confidential,	explaining	that	she	was	only	showing	it	to	a	small	handful	of	people	she	trusted.	 I,	of	course,	assured	her	that	I	would	keep	it	between	the	two	of	us.	That	evening,	after	taking	a	jog	around	Prospect	Park,	I	sat	down	with	her	college	essay	and	read	it.	Yana	was	from	the	Ukraine.	 In	the	sixth	grade,	she	had	come	over	to	the	United	States	with	her	mother	and	older	sibling	in	order	to	build	a	new	life	in	America.	Given	family	circumstances,	her	father	had	needed	to	remain	in	the	Ukraine	during	that	time	but	planned	to	join	the	family	shortly.	One	year	passed.	 Then	another.	 Every	summer	Yana	hoped	that	her	father	would	join	the	family	in	the	U.S.	 Then,	in	July	of	2012,	mere	months	prior	to	our	embarking	on	Hamlet,	Yana	learned	that	her	father	had	tragically	died.	Seventeen	now,	she	had	not	physically	seen	him	in	almost	seven	years.	 This	is	the	story	that	she	relayed	in	her	college	essay—the	story	of	a	young	woman	who	had	learned	the	value	of	determination	and	family	sacrifice—the	tale	of	a	daughter	who	vowed	to	honor	her	parents’	decision	to	grant	her	a	better	life	by	persevering	and	making	something	of	herself	in	this	country.	As	beautifully	written	and	powerful	as	the	piece	was,	I	could	not	help	but	feel	a	sense	of	personal	horror	as	I	read	it.	 Hamlet	is	a	play	about	death	of	fathers.	 The	piece	begins	with	the	death	of	Hamlet’s	father.	It	then	highlights	the	death	of	Fortinbras’s	father.	
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patients,	it	makes	sense	that	he	encourages	students	with	traumatic	pasts	to	create	security	from	within.	The	world	is	not	your	therapist.	But	you	can	learn	to	become	your	own.	In	concluding,	I	thanked	Dr.	van	der	Kolk	for	his	time.	He	offered	some	spirited	encouragement	and	asked	me	to	send	a	copy	of	my	dissertation	to	him	when	it	was	completed:	“It’s	good	that	the	teachers	are	confronting	this,	actually.	And	I	think	that	the	fact	that	you’re	studying	this	is,	to	my	mind,	sounds	like	a	really	good	thing	to	do….	That	people	become	more	aware	of	all	these	issues,	and	that	there’s	a	debate	about	where	the	locus	of	control	should	be.”	 *	 *	 *	 *	 *	Upon	wrapping	up	the	interview	conversation,	I	sat	back	in	my	chair	peacefully.	The	conversation	with	Dr.	van	der	Kolk	represented	the	last	official	data	collection	for	my	study.	I	was	grateful	I	had	made	it	through,	and	also	satisfied,	in	a	moderate,	self-congratulatory	kind	of	way.	Research	can	be	a	doggerel	sort	of	thing—an	at	times	endless	hunt	that	has	no	clear	beginning	and	no	definitive	endpoint.	The	final	conversation	with	Bessel	felt	like	a	fitting	end	to	a	750-day	quest.	Then,	because	I	couldn’t	help	myself,	I	logged	onto	his	website	to	see	his	scheduled	workshops	for	the	next	few	months.	Given	my	recent	interest	in	van	der	Kolk’s	work,	I	was	determined	to	get	to	one.	My	family	and	I	were	scheduled	to	fly	to	Vancouver,	British	Columbia	on	August	17th,	where	we	would	stay	through	the	24th.	Without	a	hint	of	exaggeration	of	hyperbole,	van	der	Kolk’s	next	workshop	was	scheduled	for	August	18th	through	the	23rd	on	Cortes	Island	in	British	Columbia—a	moderate	boat	ride	to	the	northwest,	where	we	would	be	staying	in	Vancouver.	For	the	hell	of	it,	I	clicked	on	the	link	to	see	whether	I’d	be	able	to	register.	The	event	was	sold	out.	I	smiled	to	myself.	It	was	for	the	best.	I	needed	a	vacation	and	some	quality	time	with	the	family.	Still,	I	couldn’t	help	but	feel	that	the	universe	was	trying	to	tell	me	something.	My	work	in	this	field	and	my	connection	to	Dr.	van	der	Kolk’s	work	seemed	far	from	complete.	
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EPILOGUE:	LITERATURE	AT	THE	DAWN	OF	TRAUMA	CONSCIOUSNESS	
From	his	stint	as	a	consultant	he	learned	something	valuable,	however.	 It	seemed	to	him	that	a	big	part	of	a	consultant’s	job	was	to	feign	total	certainty	about	uncertain	things….	The	consulting	firm	that	eventually	hired	him	was	forever	asking	him	to	exhibit	confidence	when,	in	his	view,	confidence	was	a	sign	of	fraudulence.	(Lewis,	2017,	p.	28)	Confusion	represents	a	higher	form	of	understanding.	(Sheridan	Blau)	We	live	in	a	world	that	often	demands	certainty.	 The	stockbroker	must	make	the	right	investments.	The	doctor	must	get	the	right	diagnosis.	Engineers	the	right	specifications.	Pharmacists	the	right	dosage.	 Even	musicians	and	poets	are	often	required	to	work	within	the	correct	metric	demands	of	beats	and	measures.	In	many	fields,	exactitude	is	not	only	a	preference,	but	a	necessity.	But	what	happens	when	we	can’t	be	certain?	When	definitive	protocols	don’t	quite	apply?	Even	Heisenberg,	the	German	physicist	who	studied	the	behavior	of	atoms,	invariably	concluded	that	we	can	know	the	speed	or	the	location	of	an	electron,	but	never	both	at	the	same	time.	Heisenberg’s	uncertainty	principle,	which	he	coined	in	1927,	is	a	form	of	confession—a	concession	to	the	limits	of	human	understanding.	And	though	what	we	cannot	fully	know	can	be	unsettling,	sometimes	uncertainty	represents	a	higher	form	of	truth.	Over	the	past	two	and	a	half	years,	I’ve	pored	over	the	literature.	 I’ve	conversed	with	advanced	educators	with	prominent	pedigrees.	I	even	sought	the	counsel	of	the	great	guru,	himself,	in	Bessel	van	der	Kolk.	 And	though,	admittedly,	I	now	embrace	significantly	more	knowledge	and	insight	into	this	problem	than	I	had	in	the	summer	of	2015,	when	Alison	Scott	marched	out	of	my	classroom,	I	also	would	be	lying	if	I	feigned	that	I	didn’t	actually	possess	more	prominent	and	enduring	questions	as	well.	
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	1. Can	you	tell	me	a	little	bit	about	your	teaching	experience?		How	long	have	you	been	teaching	and	at	what	types	of	schools?	2. What	is	your	current	school	culture	and	student	population?	3. How	would	you	describe	your	teaching	of	literature	process?	4. How	important	are	shock,	drama,	aesthetic	experience	for	you	when	you	teach	literature?	5. Can	you	share	some	examples?	6. How	do	you	feel	about	trigger	warnings?	7. Why	do	you	think	they	exist?	8. Is	there	pressure	at	your	school	to	use	them?	9. Do	you	use	them?			10. If	so	why?		If	not,	why	not?	11. For	those	who	answer	yes,	can	you	explain	a	scenario	where	you	used	them?	12. For	those	who	say	no,	can	you	imagine	a	scenario	where	you	would	use	them?	13. What	is	your	definition	of	trauma?	14. To	your	knowledge,	have	you	ever	worked	with	a	traumatized	student?	15. What	percentage	approximately	do	you	think	of	your	students	have	been	traumatized?	16. How	would	you	feel	about	presenting	highly	charged,	potentially	trigger	literature	to	a	student	with	a	history	of	trauma?	17. Would	you	take	any	measures	to	safeguard	that	student	any	more	than	others?		If	so,	what?		If	not,	why	not?	18. What	if	you	suspected	or	knew	that	the	specific	nature	of	the	literature	you	were	teaching	interacted	directly	with	the	individual's	traumatic	history?		19. For	instance,	if	you	knew	one	or	more	of	your	students	was	being	abused,	would	you	teach	a	text	featuring	abuse?	20. If	you	suspected	or	new	one	or	more	of	your	students	had	been	sexually	molested,	abused,	or	raped,	would	you	teach	a	text	featuring	sexual	abuse?	21. Any	ideas	or	knowledge	about	what	happens	to	the	brain	of	people	who	have	suffered	trauma?	22. How	do	you	think	about	the	difference	between	therapy	and	a	therapeutic	English	classroom?	
